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INTRODUCTION
The 20th century has seen the emergence of many approaches 
to language teaching with different views of language 
philosophies. The focus in language programs has been on either 
fostering linguistic competence or communicative competence of 
learners. Designing language programs has taken on new shapes 
since the view toward course design has shifted to consider needs 
and expectations of learners. Therefore, no matter on which 
philosophy language programs are based, all language programs 
need to be carefully designed so that learners can reach the 
desired level of language competence.
In Teaching English as a Foreign Language (TEFL) in Turkey, 
language needs of people should be determined so that curriculum 
or program designers can implement effective English language 
programs. It is likely that a language program designed in terms 
of learner needs and society expectations would satisfy both 
learners and society. So many language programs either at the 
secondary level or at the university level in Turkey have been so 
much criticized in terms of their ineffectiveness and failure to 
provide the learners with necessary language skills.
The practical and efficient way to determine the source of 
inefficiency would be to refer to the curricula to see whether 
goals and objectives the language programs purport to achieve are 
based on actual needs of learners with the provision of 
appropriate content and course materials, and relevant language 
teaching philosophies and strategies. Language needs of learners 
at the university level might differ from one setting to another;
however, it should be kept in mind that the general goal of 
university TEFL language programs in Turkey is to have the 
learners acquire basic language skills in order to enable them to 
function better and more skillfully in their own fields of 
interest.
Any language program of which course goals and objectives 
are not clearly stated and course content is not based on actual 
needs of learners will probably not result in expected outcomes. 
Therefore, a competent EFL course designer should use the utmost 
care in designing the curricula in terms of needs and 
expectations, and an effective EFL language program is the one in 
which everything ranging from setting of goals and objectives to 
syllabus choice and materials selection reflects the findings of 
data gathered to identify English language needs.
An ideal curriculum is to encompass an understanding of 
giving high priority to language needs when designing programs in 
TEFL in Turkey. Decisions to be taken in designing curricula 
should be in line with determined needs and expectations so that 
existing problems and complaints with the programs can be 
diminished and the ideal level can be reached.
1- RATIONALE
1.1. statement of the Topic
This study endeavors to outline a communicative curriculum 
by identifying the English needs of HA/MS/PhD students at the 
Preparatory School of Karadeniz Technical University. A 
curriculum framework in which needs of the students and the
university are reflected needs to be designed in order to carry 
out English language programs effectively at the Preparatory 
School, and to improve the learners' English language skills that 
help them overcome language problems they encounter after 
finishing the program.
1.2. Purpose of the Study
The purpose of this research is to analyze needs and 
interests of the learners and the University, and to design a 
curriculum framework that meets needs and interests of this 
particular setting.
As new approaches have been emerging in the field of EEL, 
curriculum designers should take innovations into account when 
designing programs in order for students to reach desired 
language competency. This research may be a good example for 
program designers to make use of recent methods and techniques by 
following procedures suggested by specialists in the field of 
course design. This study is of great importance to help 
curriculum designers in Turkey realize that interests and needs 
should be considered and included in curricula to reach goals and 
objectives effectively. Programs in which the needs and 
interests of learners are taken into account function 
effect ively. Everyone ranging from student to instructor knows 
why they are in the program, what they expect, and what they get 
from the program. As a result of this study, the expectations 
from the program are evaluated, and how well the present 
preparatory program at Karadeniz Technical University fits the 
needs is seen.
1.3. Method
A needs analysis research has been conducted at the 
University to determine which language skills of the students are 
to be improved during the courses. One part of the study 
includes library research in order to utilize the ideas of 
prominent specialists in the field of curriculum design. Major 
approaches to curriculum design are also identified. In 
addition, interviews have been conducted with the subject 
professors at various faculties, and questionnaires have been 
distributed to the teachers and students at the preparatory 
program.
Data collected to see the needs the students, teachers, and 
subject professors require from the program have been analyzed 
for frequencies, means, and percentages. Tables have been used 
to illustrate the findings. Results of data have been analyzed 
quantitatively in terms of the students', teachers' and subject 
professors' responses in order to determine what specific English 
language skills would be needed in the program.
1.4. Organization of the Study
The first section of the study introduces the topic and 
provides a brief rationale.
' The second section of the project includes a review of 
literature so that major trends in designing curricula and the 
ideas of outstanding professionals in the field are stated.
The third section presents the methods of data collection, 
the procedures of data analysis,- and the analysis of data
collected by questionnaires and interviews.
An outline for a communicative curriculum for the 
preparatory program is presented in the fourth section.
The last section includes a short summary of the study with 
conclusions, and recommendations.
In the Appendices, questionnaires, questions used during the 
structured interviews are included.
1.5. LinitatioiiB
Because the curriculum outline presented in Section 4 
has been based upon the needs and interests of the students at 
Karadeniz Technical University, the suggested framework may not 
be applicable for other language programs with different English 
language needs and interests.
2. REVIEW OF LITERATURE
2.1. Needs Analysis
2.1.1. Rationale for Needs Analysis
A curriculum in which needs of students, teachers, and the 
society are not included is likely to cause limitations and 
problems. To lead language programs to the desired, ideal level 
of instruction, what all curriculum designers need to do is start 
with the identification and reflection of language needs of 
various people somewhat affected by the programs. Many language 
programs fail to meet needs and expectations due to the lack of a 
thorough needs analysis process which has to be carried out among 
students, teachers, and related groups of society. Learners will
get the utmost benefit from the programs reflecting their needs 
and purporting to achieve certain objectives based on needs 
analysis.
Mohan (1981) claims that a language program devoid of human 
interests would be lifeless and would kill the learner's 
motivation. Unless program objectives are based on human needs, 
an imperative prerequisite of instruction, that is motivation, 
will not be provided for students and subsequently will lead to 
dissatisfaction among learners. Haslow's hierarchy of human 
needs (Rogers, 1986) encompassing basic needs that include food, 
shelter, air and survival, need to have love, need to be able to 
express themselves, acceptance by the society, and realization of 
goals needs to be considered when designing language programs. 
Language programs will function effectively if they are based on 
learner needs. Consider a language program in which learners 
need to acquire language skills to be able to read journals, 
articles, papers, and literature in their professions, but they 
have to attend a program in which focus is on having learners 
acquire reading skills to read stories or novels; therefore, 
programs having differing aims than those of students would not 
train the learners to meet their needs.
Mackay and Bosquet (1981) claim that when determining 
language needs, care has to be taken to distinguish real, 
current needs from future, hypothetical needs of students. While 
students' needs at a particular time constitute real, current 
needs, needs which might be needed at some; specified time in the 
future constitute the latter. Students' desires including the
needs they would like to do independent of the specific 
requirements of the situation or job, and teacher-created needs 
encompassing needs the teacher thinks essential for the program 
will need to be identified. Richterich according to Finocchiaro 
and Brumfit (1983) explains two types of needs: The first one is
objective needs which are related to a person's profession or 
job. The other one is subjective needs depending upon the people 
one meets or the events that occur in unexpected situations. To 
design the programs effectively course designers should be 
conversant with varying needs.
2.1.2. Procedures for Conducting Needs Analysis
Gathering information about needs depends upon determining 
areas in which data will be collected. No matter how carefully 
language programmers design curricula, they will fail to reach 
the desired level of language competency unless analyses 
purporting to determine the expectations and needs of clients are 
carried out and objectives are based upon those needs and 
expectations. According to Mackay and Bosquet (1981), in the 
needs analysis process, students, teachers, administrators, 
professors in various departments of universities, parents, 
market people, and interested parties in the university or school 
system must be included. Before gathering information course 
designers should seek answers for the following questions, as 
Richterich (1983) suggests:
-Who decides to identify needs? 
-Who compiles the information? 
-What information?
-On whom?
-How?
-Where and When?
-Who makes use of information?
-How?
-To do what?
-In what form?
-What's the relationship between the cost of 
operation and its usefulness and effectiveness? 
-How to assess the whole identification procedure?
Learners and teachers will find it easy to see which methods 
and strategies they can exploit for educational purposes by means 
of the needs analysis process. As Richterich (1983) states, "The 
identification of language needs helps determine more clearly the 
mutual role of learners, teachers, and representatives of 
institutions, their rights and duties, their responsibilities, 
powers, obligations and aptitude for negotiation." Learners and 
teachers will be willing to work in a program in which their 
language problems are stated and valuable techniques, strategies, 
and materials are provided.
To determine language needs three aspects suggested by 
Martine-Balter in Porcher's article (1983) should be considered:
(a) For what purposes does a person learn 
a language? What does he want or what will 
he do with this language at the end of the 
course?
(b) To achieve these aims what language 
competencies must the learner have? What 
communication skills he needs in order to do 
what he wants to do or he has to do?"
(c) In order to acquire these competencies, 
in order to obtain these communication skills, 
what types of linguistic knowledge must the 
teacher teach?
These three suggested aspects will help determine overall
objectives of the teaching after identifying language needs.
In determining needs required from the program, Hutchinson and 
Waters (1987) advocate that a distinction is to be made between 
target needs and learning needs. Target needs constitute 
necessities, lacks, and wants. What learners need to do in the 
target situation can be determined by analyzing "necessities," 
"lacks," and "wants." Necessities include the needs determined 
by the demands of the target situation in order that the learners 
can interact in the target situation. Lacks are those skills and 
knowledge learners have acquired so far in the target language 
and need to acquire in the program. What learners think of their 
needs to be included in the program are considered as wants. 
Hutchinson and Waters (1987) point out that learning needs 
include knowledge and abilities the learners require in order to 
be able to perform to the required degree of competence in the 
target situation and the knowledge and skills they need to know 
in order to function effectively in target language situations.
When learners' needs and expectations are identified and 
translated into objectives by determining skills the learners are 
expected to achieve, the programs will function effectively as 
learners will be aware of what their language problems, needs, 
and expectations are.
2.1.3. Methods for Collecting Data to Determine 
Language Needs
Among the methods to gather information about the language 
needs of learners, teachers, and other groups affected by the 
program, conducting interviews, distributing questionnaires and 
administering surveys constitute a wide area. Mackay and Bosquet
(1901) state that questionnaires to be completed and returned by 
respondents save time as questions and answers to those questions 
are set up in advance, so that it becomes easy to analyze them.
An alternative to distributing questionnaires to collect 
data is conducting structured interviews with a sample group. 
While conducting structured interviews, researchers can explain 
questions if interviewees fail to understand them. Through 
structured interviews valuable information that cannot be 
gathered by way of questionnaires can be obtained as interviewees 
will have the opportunity to express their own feelings freely 
without being dependent on predetermined set of questions with 
their answers.
In designing questionnaires and interviews researchers 
should set up frameworks so that they can effectively analyze the 
target situation. In the frameworks designed by Hutchinson and 
Waters (1907) and presented in Figures 1 and 2, researchers 
should seek out appropriate choices for each question:
Figure 1: Target Situation Analysis Framework
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Figure 2: A Framework for Analyzing Learning Meeds
Language programs designed to meet learners' needs and society's 
expectations might result in success, since both learners and 
those having expectations will find the program satisfactory and 
fitting their purposes.
2-2- Rationale for EFL Curriculum Design
Many approaches to language design have emerged, shown their 
effect on language programs, and then lost their influence due to 
the appearance of new models with new, interesting and valuable 
principles to improve foreign language teaching. The Grammar- 
Translation Method, the Direct Method and the Audio-Lingual 
Method have been severely criticized due to the fact that they 
are teacher dominated and the learners are seen as being passive 
organisms just reacting to teacher-directed exercises, or
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remaining silent in the classroom. Bowen, Madson, and Hilferty 
(1985) state that with the emergence of innovative approaches to 
language teaching such as the Natural Approach, Counseling 
Learning, and Suggestopedia, the language teaching has changed 
because all these contemporary approaches are humanistic-oriented 
and place responsibility on learners with an understanding of 
learners' active role in acquiring the languages.
On the other hand, the trend in teaching changed toward 
enhancing communicative competence of learners together with 
improving their linguistic competence when Wilkins introduced the 
Notional Syllabus to the field of language teaching. Wilkins 
(1976) advocates that the notional syllabus in contrast with 
structural and situational syllabi takes the desired 
communicative capacity as the starting point by organizing 
language teaching in terms of content rather than form of the 
language. Acquiring linguistic forms would not be sufficient to 
lead learners to use the language appropriately in authentic 
situations. Hymes' definition for communicative competence 
according to Yalden (1987) encompasses "linking the linguistic 
theory to a more general theory of communication and culture" and 
the proper use of language with members of the target language in 
authentic situations; hence, enhancing communicative competence 
has become the major goal of many language programs.
Designing language curricula will help both teachers and 
learners be aware of the content they are to undergo, the 
purposes for which they attend the programs, the objectives the 
courses include, and the language learning theories and
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strategies through which the objectives are reached- Finocchiaro 
and Waters (19B3) state:
A curriculum specifies the language, skills and 
insights the student will be expected to acquire 
through a series of in-class or out-of-school tasks 
and activities designed to foster learning.
Designing a new language program should be based upon 
certain principles so that expected outcomes can be effectively 
reached by the end of the program. A curriculum should reflect 
idealistic methodology and techniques in order to satisfy 
individual differences of learners. The fact that each learner 
comes to language programs with varying individual 
characteristics and that "no two learners learn a L2 in exactly 
the same way" (Ellis, 1985) makes course designers attentive to 
design courses so that each learner can get the utmost profit 
from the programs- Finocchiaro and Brumfit (1903) state that 
learners are expected to learn a given content through integrated 
experiences. Another point course designers should keep in mind 
is curricula should be based upon a system that will not only 
contribute to the development of individuals but also will 
contribute to the development and evaluation of the program-
2.2.I. Approaches to Course Design
Since the aim of course design is to lead learners to 
acquire certain skills by producing learning-teaching experiences 
after identifying needs and expectations based upon data 
collection, a careful consideration of theoretical views and 
experiences to achieve so-called skills is to be conducted.
In the following part major approaches to course design will
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be discussed. The comnunicative course design in which the focus 
is on having learners acquire communicative competence purports 
to enable the learners to use appropriate language forms when 
interacting with people as well as to enable them to acquire 
linguistic forms. A communicative curriculum is based upon three 
major views as suggested by Dubin and Olshtain (1986): In the 
cognitively-based view to communicative course design the tasks 
are designed in order to allow learners to acquire a variety of 
cognitive abilities. Individual differences in learning styles 
will be considered and activities will be based upon these 
differences. According to the sociocultural view, acquiring 
linguistic competence is not enough to be able to use the 
language effectively and appropriately; therefore, learners are 
expected to acquire language competency which will help them know 
when, where, how, and to whom it is appropriate to use linguistic 
forms. Murdock (1989) states that the communicative approach 
reflects language learning as a process of developing a 
capability to operate in situations when using language.
Learners will be able to understand and generate meanings through 
classroom activities that will make them aware of actual social 
uses of the language. The last view in a communicative curriculum 
takes its basis from humanistic approaches to language learning.
In the humanistic approach a high value is given to individuality 
of learners. A humanistic curriculum considers individuals not 
only as learners but also people sharing and contributing to the 
development of the programs and growth of their individual 
language abilities. According to Rea (1987), a communicative
14
curriculum includes three components as content, process, and 
evaluation. While selection of content based upon aims and 
objectives of the program constitute syllabus design, how the 
content gets learned relates to the process of learning. As can 
be seen in Figure 3, evaluation is applied both to content and 
methodology.
Figure 3: The Communicative Curriculum (Rea, 1987)
Aims/obj ectives 
Content
To which 
is applied
PROCESS: Methodology
Learning context
Rea notifies two main purposes of evaluation. The first purpose 
is internal to the learning program and is intended to provide 
guidance for subsequent teaching and learning. The second 
purpose is motivated by evaluation demands external to the ELT 
context where the language training operates, or the 'client' for 
whom the programme has been commissioned demands information on 
the adequacy of the curriculum in use.
According to Rea (1987) the emphasis in the communicative 
curriculum is on the following:
(a) The process of the learning takes place 
interest in 'how' something gets learned 
contrasted with 'what' is learned.
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(b) Use of the language system and language skills 
to convey specific communicative intentions.
(c) The requirement/expectation that learners 
participate creatively in the learning process.
(d) Learner uptake (i.e. behavior) as something that 
cannot be preordained and predicted.
Dubin and Olshtain (1986) state that in a humanistic 
curriculum:
i. Emphasis is on the meaning,
ii. Learner is the focal point,
iii. Learning is viewed as a self realization 
experience.
iv. Learners are viewed as a support group.
V. The teacher is a facilitator, 
vi. The first language of the learner 
is viewed as a useful aid.
Among the course design models Hutchinson and Waters (1987) 
propose, the language-centred model constitutes the first place. 
Others are "Skills-Centred Approach, and "Learning-Centred 
Approach". The focus in the language-centred node! is on drawing 
direct connections between the analysis of the target situation 
and the content of the course. In this model, only restricted 
areas of the language are taught without taking the needs of the 
students into account. The human factor is not emphasized due to 
the reason that analysis is conducted only on the identification 
of the target situation. The fact that the model is externally 
imposed does not foster the development of internal growth. The 
data collected are intended to identify only target-language 
situations.
Hutchinson and Waters (1987) point out that the need to 
develop skills and strategies learners would be developing
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constantly even after the programs are over opened the way to 
design English for Specific Purposes (ESP) courses. The emphasis 
in ESP courses and in a skills-centred approach to course design 
is on having learners acquire basic skills which they can utilize 
in the target situation. Needs analysis in a skills-centred 
approach helps course designers discover the underlying 
competence learners will utilize to perform in the target 
situation, and enables course designers to find out the knowledge 
and abilities learners bring to the EFL classroom. In the 
skills-centred nodel there are two basic principles. One is 
theoretical and the other is pragmatic. To produce or comprehend 
discourse, learners use certain skills and strategies which 
underlie the basic theoretical hypothesis. Under the pragmatic 
approach, there are views of goal oriented and process-oriented 
courses.
Hutchinson and Waters (1987) state that a skills-centred model 
identif ies:
How the mind of the learner processes to acquire 
the language.
The possible factors the learners bring to the 
course.
Objectives to be stated so as to enable learners 
to acquire certain skills.
In the learning-centred approach, analysis of the target 
situation and the processes to enable learners to perform 
objectives are not enough; hence, how someone acquires competence 
to perform successfully in the target situation should be 
determined. As can be seen in Figure 4, a learning-centred 
approach is based upon thé identification of learners' needs, and
17
theoretical views of learning and language are considered when 
writing the syllabus and selecting materials.
Figure 4; A Learning-centred Approach to Course Design 
(Hutchinson and Waters, 1987)
A learning-centred approach has two implications:
1. The nature of the syllabus will be determined by both target 
situations and learning situation. 2. Since the needs and 
resources vary as time passes, course design is considered to be 
a dynamic process. The course design needs to renew itself as 
the new needs and expectations arise in the program. Course 
designers, especially those designing special language programs, 
should consider that language programs must reflect target 
situations, learning situations and learners’ needs and
18
expectations.
Figure 5 below illustrates the differences among the 
language-centred, skill-centred and learning centred 
approaches to course design (Hutchinson and Water, 1987):
Figure 5: Comparison of Language-centred, Skills-centred
and Learning-centred Approaches to Course Design
must consider tiie learner 
at every stage.
2.2.2. Framework for Course Design
Many on-going foreign language programs have failed to 
enable learners to acquire basic language skills due to the
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reason that a curriculum design process is ignored when 
organizing language programs. Not only new language programs but
f
also existing programs can be improved on the condition that 
course designers follow the steps when designing new programs or 
developing existing programs. Candlin, Kirkwood, and Moore 
(1978) propose that "a model of course design needs to show that 
although each section has its own intrinsic issues, the outcome 
of the whole process derives from a consideration of each section 
in relation to others."
Allen (1984) defines curriculum as "a very general concept 
which involves consideration of the whole complex of 
philosophical, social, and educational program." He states six 
levels of curriculum which need to be considered in course 
design :
(a) Concept formation. The level at which we 
establish general principles of second language 
education, including our concept of what constitutes 
L2 proficiency, and the role of language in society.
(b) Administrative decision-making. The level at , 
which we determine a practical course of action, 
given a particular set of social, political and 
financial constraints, thereby establishing the 
general ob.jectives for an educational program.
(c) Syllabus planning. The level at which we 
define the specific objectives for a program.
We do this by compiling inventories of items to be 
thought, planning timetables and points of contact 
with other subjects on the curriculum, and 
establishing basic principles of selection and 
grading.
(d) Materials design. The level at which we create 
texts, games, exercises, simulations, 'authentic' 
practice and other activities which provide the 
context within which teaching and learning take 
place.
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(e) Classroom activity. The level at which an 
individual presents, interprets, and adapts a given 
set of materials to fit the needs of a particular 
student group.
(f) Evaluation. The point at which we establish 
procedures which will enable us to test the validity 
of our decisions at any one of the previous five 
levels.
According to Yalden (1987), a second language course can be 
designed in two phases: The first phase consists of the
preparation of syllabus specifications by obtaining data on the 
learners and on the physical constraints present in the teaching 
situation, and a description of learning situation, its goals, 
learners and classroom environment. In the second phase, the 
data collected are exploited in order to initiate communication 
and interaction in the classroom, and appropriate classroom 
techniques, tasks and important language forms are chosen.
Murdock (1989) states that course designers should not only 
provide an adequate description of language forms but also select 
course materials and integrate effective learning factors.
The task of a course designer is not only to present the 
learners a set of linguistic forms, materials and techniques to 
be utilized in the classroom, but also to provide courses giving 
high value to the development of learners' language skills so as 
to use them for communicative purposes. Savignon (1987) 
advocates that communicative language programs should provide 
adequate answers when questions relating to the nature of 
language, language behavior, second language acquisition 
research, language models, syllabus organization and testing
21
means are asked. The course design model Candlin, et al. (1978)
S
propose is composed of theoretical issues and practical 
considerations. While deciding on syllabus content and designing 
a course program are related to theoretical issues in that 
decisions are approached from the basis of a course designer's 
beliefs and theories about the nature of language, assessing 
student's ability and working within the constraints of time and 
available resources are handled under practical considerations. 
Figure 6 proposed by Candlin, et al. (1978) on the following page 
illustrates the components course design models should basically 
encompass.
Figure 6: A Model of Course Design
ISSUES AND PR0I3LE.MS COURSE DESIGN
Thcoreiiral Issues Praaicaf Considerations
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According to Dubin and Olshtain (1906) curriculum:
contains a broad description of general goals 
by indicating an overall educationa1-cu1tura1 
philosophy which applies across subjects 
together with a theoretical orientation to 
language and language learning with respect 
to subject matter at hand-
Course designers might start designing their courses by 
determining the overall goals of the programs with the 
considération of major views to language learning. The major 
philosophies to language learning are behavioristic orientation, 
rational-cognitive orientation and humanistic orientation- 
With the emergence of the Audio-Lingual Method, language programs 
were designed in line with the stimulus-response theory of 
Pavlov, and learners were supposed to memorize rules by 
undergoing abundant drills. Behavioristic orientation to 
language learning considered human beings as passive organisms.
Rational-Cogni tive view to language 1earning emphasized the 
cognitive development of learners. Innovative approaches to 
language learning reflect learners as humanbeings and purport to 
develop their growth by emphasizing the mutual relationship 
between students and teachers. Whereas classes are teacher- 
centered in both behavioristic and rationa1-cognitive orientation 
to language learning, the humanistic-orientation to language 
learning emphasizes student-centered classes and fosters both the 
development of cognitive code and language use.
The steps in Taba's course design model are as follows:
(Dubin and Olshtain, 1906):
1. Diagnosis of needs.
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2. Formulation oif objective
3. Selection of con ten t-
4 . Organization of content.
5. Selection of learning exi
6. Organ i zation of learning
7. De termination of what to
to evaluate.
reas Taba's curri culum model
needs, statement of general goals constitutes the first phase in 
Taba-Tyler curriculum development model. In the Taba-Tyler 
curriculum development model, the components as illustrated in 
Figure 7 are based upon the diagnosis of needs after stating 
general goals-
Figure 7. Flowchart Representation of Taba-Tyler Curriculum 
Development Model (Pierson and Friederich, 1981)
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A statement of general goals will help learners and 
teachers realize the exact reasons for organizing programs.
Dubin and Olshtain (1986) call this step the fact-finding stage 
which will provide answers to the key questions "Who are the 
learners?," "What language skills do they need?," and "Where will 
they use the language after the program is over?" To gather 
information in this stage, course designers consult governmental 
and institutional documents, and administer questionnaires and 
interviews with related people in the program. Another important 
area in which valuable information can be gathered to identify 
the general goals of the program is labor market including 
employers and employees as well as job seekers. Course designers 
should keep the point in mind that government policies, national 
or political practices affect the general goals of programs.
Dubin and Olshtain (1986) advocate that societal needs and 
expectations should be stated in attainable and operational goals 
according to the data gathered in the fact-finding stage. Bellon 
and Handler (1982) state that clear goal statements should help 
establish the desired sense of purpose and direction. The 
following list shows what characteristics effective goals are to 
encompass according to Bellon and Handler:
i. Goals statements should represent the values 
of all appropriate client groups,
ii. The process of generating and agreeing upon 
educational goals should be designed to help 
schools become renewing and future oriented 
organizations.
iii. Priority levels of educational goals should 
be used as a basis for decision making,
iv. Educational goals should be written, made 
public, and evaluated on a regular basis.
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Mackay and Bosquet (1981) state that once the information 
gathered has been analyzed, and needs and expectations have been 
identified, outcomes must be specified by considering the 
question "What should the learner ideally be able to do after 
successfully completing the instructional program?" When 
designing goals, course designers should find out answers for the 
following questions (Bellon and Handler, 1986):
i. Are the goals worthwhile and attainable? Can
students reach them in terms of learner outcomes?
ii. Are the goals based on sound and
consistent philosophy of education and 
learn ing?
iii. Are they clear, focused on learner
outcomes, and appropriate for the level of 
learners?
iv. Have priorities been established based 
upon identified needs?
Richterich (1983) states that identifying language needs 
entails determining objectives. To involve learners in the 
programs effectively, methods, content and practice should be 
better matched to learner characteristics. Course designers 
should provide various learning activities, procedures, and 
methods to put the objectives into valuable information and 
behaviors. Steiner (White, 1988) proposes that a performance 
objective should state "What the students will do?," "Under what 
conditions?," "Within what time?," and "To what level of 
mastery?"
After the goals and objectives of the program are stated 
clearly, the content to be selected has to be identified with 
relevant learning activities and strategies. Whether the course
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functions effectively or not needs to be identified through 
formative evaluation or summative evaluation. Allen (1984) 
states that evaluation can take place at any one of the five 
levels of concept formation, administrative decision-making, 
syllabus planning, material design, classroom activity, and 
testing procedures. Evaluations need to be carried out to see 
the language level of students who will attend the programs, the 
readiness of teachers to carry out programs, and the 
effectiveness, efficiency and acceptability of programs.
Formative evaluation, which is on-going evaluation of 
programs, includes evaluating each step through class 
observations and interviews with teachers and other related 
people. Sumrtiative evaluation takes place at the end of the 
programs and is carried out with the provision of tests which are 
administered to groups of individuals before and after the 
program (Allen, 1984). Besides tests, interviews, questionnaires 
and classroom observations can be administered to evaluate the 
programs. Bachman (1981) states that the primary purpose of 
formative evaluation is to provide information for making 
judgments regarding the revision and improvement of instructional 
programs. Formative evaluation is concerned with the results of 
the program, how the program produces its effects, and what 
conditions limit or facilitate its effectiveness.
TEFL programs in Turkey will function effectively when each 
component in course design is considered with caution. Everyone, 
from teachers to students, involved in the programs will get the 
utmost benefit on the condition that the courses are based upon 
stated curriculum principles.
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2-3- Rationale and Approaches to Syllabus Design
Collecting and interpreting data will be of no use unless a 
consistent decision to select syllabus type purporting to achieve 
objectives is made- To select the syllabus type to foster 
language instruction depends upon a careful analysis to see which 
syllabus type really fits the setting.
Richterich (1903) states, "If learners learn badly, are 
uninterested in their studies, lack motivation, find the teaching 
boring and uninteresting and do not put enough into their work, 
it is very largely because the educational content, methods and 
practices are ill-adapted to the various types of learners and 
take no account of their differences and pecu1iarities."
Widdowson (1984) explains:
a syllabus is not only an educational construct, 
it is also a pedagogic one- It does not only 
define what the ends of education through a 
particular subject ought to be, but it also 
provides a framework within which the actual 
process of learning must take place and so provides 
a device by means of which teachers have to achieve 
these ends.
Dubin and Olshtain (1906) define syllabus asi
a more detailed and operational statement of 
teaching and learning elements which translates 
the philosophy of the curriculum into a series 
of planned steps leading toward more narrowly 
defined audiences, particular needs, and 
intermediate objectives.
Designing language syllabi will guide the learners and the 
teachers by "providing a practical basis for the division of 
assessment, textbooks and learning time" (Hutchinson and Waters, 
1907), and motivate both students and teachers by involving them
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in worthwhile tasks to achieve course objectives.
Candlin (1904) states "syllabuses offer information about 
particular audiences of learners, their target needs for 
learning, the subject-matter in question, from which are derived 
their objectives, and their state-of-knowing at the commencement 
of the syllabus activation." Yalden (1984) advocates that a 
syllabus is required to produce efficiency of two kinds: The
first one, pragmatic efficiency, saves time and money by planning 
the set of instruction with caution. The second one, pedagogical 
efficiency, is related to the economy in the management of the 
learning process.
In designing syllabi in TEFL, language teachers and students 
should also involve in producing the content. Syllabi will not 
be efficient if they are not explicit for both students and 
teachers and their ideas are not included in the syllabi. 
According to Brumfit (1984) a syllabus:
a. is a public statement of work of an educational 
unit.
b. provides a useful administrative base, so that 
different teachers know the varied responsibi1ities 
and commitment of other teachers-
c. is a document which is intended to translate 
our understanding of how language is learnt into 
prac tica1 activities.
d. must be renegotiated in an ad hoc way, in close 
relation to the needs of the teachers, students and 
administrators who will have to work with it.
Designing the content of syllabus depends upon whether the 
emphasis will be on developing linguistic competence or 
communicative competence. Language syllabi can be categorized in
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terms of their point of view to language teaching. If the view 
to language teaching is teaching only grammatical forms, the 
syllabus will be structurally based; whereas, if the view is 
having learners acquire communicative competence, the syllabus 
will not only consider grammatical competence but also consider 
sociolinguistic and strategic competence. What syllabus 
designers should do is identify learning situations carefully by 
considering the questions "Who are learners?, What language 
skills are needed?, and What use will they make of the language 
after the program?" Yalden (1904) states that the principles of 
organization of a syllabus must be answerable to a view of how 
language is (a) learned, (b) acquired, and (c) to be used; 
therefore, selecting language content, skills, and techniques to 
help learners acquire language skills becomes an important issue 
in syllabus selection.
Breen (1904) states the principles of organization which are 
applied in the construction of a syllabus as follows:
(a). Selection. Specific objectives or needs are selected and 
target language and its use are defined. (b). Focus.
Representative aspects and elements of the subject-matter are 
focused on from the objectives stated in the first phase. (c). 
Subdivision involves the breaking down of subject-matter into 
manageable units- (d). Sequencing involves the marking out of 
subject-matter along a path of development-
Various syllabus types to foster language teaching have 
emerged. One of the oldest and most popular syllabus types has 
been the structural syllabus in which the focus is on the theory
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of teaching grammatical or linguistic forms of language. This 
syllabus type includes grammatical or structural components of 
language such as nouns, verbs, pronouns, adjectives, tenses, 
adverbs, and other forms. The content of the syllabus is based 
upon a selection of linguistic items. The discourse is limited 
to sentence types which include semantically defined types such 
as statements, dec 1aratives, questions, interrogatives, 
exclamations, conditiona1s , and grammatica11y defined types such 
as simple, compound, and complex sentences (Khranke, 1987).
Yalden (1903) points out that the content of a structural 
syllabus is determined by giving high priority to teaching the 
grammar or structure of the language and "the learners job is to 
resynthesize language that has been taken apart and presented to 
them in small pieces." In this type of syllabus learners utilize 
grammatical forms they learn to generate or produce new 
utterances and sentences.
Wilkins (1976) states that the general tendency to sequence 
grammatical items is from simple to more difficult, and 'working 
from the familiar to the unfamiliar. Yalden (1903) proposes that 
in grammatical approaches to syllabus design, the linguistic 
componen ts we expec t our students to acquire shouId be analyzed 
and taught gradually, vocabulary should be selected, staging and 
sequencing should be carried out in terms of their simplicity, 
regularity, frequency and contrastive difficulty.
An alternative to alleviate the shortcomings of a structural 
syllabus, the situational syllabus purporting to teach learners 
how effectively to use language in certain situations by using 
appropriate language chunks takes its place in ELT. Yalden
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(1987) states that the situational model is closely related to 
the topical or thematic syllabus which takes situational needs as 
the starting point. In a situational syllabus, motivation is 
high as learners will be learning the language in situations 
determined according to their needs. White (1988) proposes that 
in a situational syllabus where the language will be used, by 
whom, and what relevant objects are required within the setting 
be identified- Wilkins (1976) states that tfie choice of 
linguistic forms is restricted by the nature of the situation; 
however, learners who need language to use in certain situations 
will get the utmost benefit.
The notional/functional syllabus unlike the structural and 
situational syllabi emphasizes the growth of communicative 
competence. Wilkins (1976) states that the content is based on 
consideration of what learners should most usefully be able to 
communicate in the foreign language. The study conducted by the 
Council of Europe (van Ek, 1979) aimed at making useful estimates 
to prepare the learners for those foreign language contacts they 
are most likely to engage in so that learner would be able to 
interact with the members of foreign language .
Wilkins (1976) states that a notional syllabus is based upon 
two major categories: The first one is the semantico—grammatical 
category which shows the relationship between categories of 
meaning and grammatical forms. The samples of notions are time, 
quantity, space, and matter. The second category constitutes the 
category of communicative functions which comprises the 
expressions of the speaker's intentions and attitudes- Samples
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are agreement, greeting, approval, prediction, and request.
Having learners exploit grammatical knowledge in order to create 
utterance in real life situations is the primary purpose of the 
notiona1/functiona1 syllabus. Finocchiaro and Brumfit (1903) 
state that the focus in the notiona1/functiona1 syllabus is on 
having learners accomplish what they want to do through speech.
To determine the content of a notiona1/functiona1 syllabus 
depends upon analysis of discourse learners would need for their 
purpose. Munby (1970) states that before the selection of speech 
functions and communicative acts, the specification of 
communicative requirements and needs have to be identified.
The fact that the notiona1/functiona1 syllabus encourages 
the use of language in line with the usage of language forms by 
identifying the discourse areas has made the notiona1/functiona1 
syllabus superior over structural and situational syllabi.
The notiona1/functiona1 syllabus may be suitable for language 
programs where the emjbhasis is on having learners acquire 
communicative competence by teaching them language notions and 
functions based upon students' needs. Figure 0 below shows the 
components of a notiona1/functiona1 syllabus.
Figure 0: Expanded Char.t for the No tiona 1/Func tiona 1 Syllabus
(Finocchiaro and Brumfit, 1903)
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One of the syllabus types that would fit specific purposes 
in language programs is the ski 1Is-based syllabus in which the 
emphasis is on fostering learners' basic language skills they 
will utilize in their further studies. Khranke (1907) explains 
the general theory of the ski 1 1 s*-based syllabus:
learning of complex behaviors such as language is 
best facilitated by breaking them down into small 
bits (skills), teaching the bits, and hoping that 
the learner will be able to put them together 
when actually using them-
One of the syllabus types, the process syllabus, proposed 
by Breen (1984) involves taking decisions by both teachers and 
students in relation to language learning. Classroom work such 
as participation, procedure, and subject matter is determined 
when designing the syllabus- The process syllabus is designed as 
a result of joint decisions of the teacher and students by 
answering the questions ’’Who does what with whom?. On what 
subject-matter?, With what resources?. When?, How?, and For what 
purpose(s)?" Figure 4 on the following page illustrates the 
components of a process syllabus.
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Figure 9: The Levels of a Process Syllabus (Breen, 1984)
Level 1~ D E C IS IO N S  F O R  C L A S S R O O M  L A N G U A G E  L E A R N IN G
relatiru} to  f)artic ipn lio ri, p rocedure  and  
subject m atte r
(W ho does w hat w ith  w h o m , on w h at c o n te n t, 
w ith  w h at resources, w hen , h o w  and w hy?  )
Level 2 -
Level 3  -
Level 4 -
A L T E R N A T IV E  P R O C E D U R E S
7 o  be chosen fro m  
basis for 'w o rk in g  c 
classi
and agreed upon as 
o n tra c t' o f the  
room
A L T E R N A T IV E  A C T IV IT IE S
T o  be selected frc 
appropriateness ti 
Level
)m on the basis o f 
D decisions at 
1
A L T E R N A T IV E  T A S K S
T o  be selected and u n d e rta ke n  w ith in  
A ctiv itie s
O N - G O IN G  E V A L U A T IO N
of chosen Tasks, A c tiv ities , and P rocedure  
concerning the ir appropriateness and  
effectiveness in re la tion  to  in itia l 
Decisions m ade
M a in  characteristics : F ra m ew o rk  o f questions requ iring  
jo in t decisions in the classroom  and an 'in d e x ' or 'h an k ' 
of a lternatives  requ iring  agreed cfioices. Each level or 
e le m e n t in terrela tes  w ith  the o thers  -  a h igher level 
en ta ilin g  those be low  it.
Its  actual use involves co n tin u a l eva lu atio n  and, thereby, 
a cyc lic  process through the levels fro m  level 1 to  4 and 
fro m  level 4 back to  level 1 again.
Four levels of the process syllabus suggested by Breen 
are as foilows:
1 .  T a k i n g  d e c i s i o n s  f o r  c l a s s r o o m  l a n g L i a g e  
l e a r n i n g :  L e a r n e r s  a n d  t e a c h e r s  b a s e  t h e
s y l l a b u s  b y  c h o o s i n g  a p p r o p r i a t e  p r o c e d L i r e s  
a n d  c o n t e n t  i n  l i n e  w i t h  n e e d s ·
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2- Agreeing on procedure: What procedures have
to be followed to reach the aims are identified.
3. Selecting activities: Alternative activities
appropriate to the aims are selected-
4- Deciding on tasks: As a result of each activity,
task will be determined through negotiated 
selection- The primary function of the process 
syllabus is to guide and serve the explicit 
interaction in the classroom between any content 
syllabus and the various and changing learner 
syllabi within the group-
The proportional approach to syllabus design is proposed by 
Yalden (1903)· As new needs arise in time courses are 
implemented, the course designers must respond to these newly- 
perceived and changing needs. A proportional approach comprising 
a number of variations would meet both the learners' and 
teachers' needs throughout the programs. Yalden (1983) states 
that a learner would want to start the course with grammar and 
pronunciation, then would want to go on studying language 
functions and discourse skills in time due to the varying 
language needs. In the proportional model, the emphasis in the 
first level is on grammar study, then the emphasis shifts to the 
study of functions and discourse skills. The model consists of 
three levels- Each passing level, the study of linguistic form 
is gradually de-emphasized and communicative functions and 
discourse skills are given more prominence as teacher and 
students progress toward the end of the advanced level- In the 
first phase of the design process the focus is on settings in 
which the second language might be used with the consideration of 
topics and themes that are likely to arise, which might be either 
job-related or connected to learners' personal interests and
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inclinations. In the second phase activities are chosen and 
psychological factors are considered to facilitate and promote 
learning by considering learning style of the individuals. The 
last phase might be devoted to teaching specific sub.jects 
learners will require. In Figure 10 below, the phases comprising 
a proportional syllabus are illustrated.
Figure 10: The Phases in a Proportional Syllabus (Yalden, 1983)
Structural
phase
Comnumicalive phases Specializedphase
I'ormal compoiipnl ^  ""
Specialized
conleul and
Unguislic suriace (ea-
iorm lures oi lan­
I'unctionnl, discourse,
guage
^ rhelorical componenls
Duration ■
In a communicative syllabus design the aim is not only to 
enable learners to acquire linguistic forms but also to enable 
them to communicate appropriately and efficiently in the target 
situation. Dubin and Olshtain (1986) state that the 
communicative approach to syllabus design is not a system taking 
place of existing syllabus types, but rather coming up with new 
ideas to change and expand the components of older ones related 
to language content, course products, and learning processes.
Yalden (1983) proposes a number of components to be
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considered in a communicative syllabus design:
(a) The purpose for which the learners need to 
acquire the target language.
(b) The setting in which they will use the 
1anguage.
(c) The socially defined role of the 
learners in the target language.
(d) The communicative events in which the 
learners will participate; everyday situations, 
vocational or professional situations, academic 
s i tua tion.
(e) The notions involved.
(f) The discourse and rhetorical skills.
(g) The variety or varieties pf thp targpt 
language that will be needed.
(h) the grammatical content that will be needed.
(i) the lexical content tfiat will be needed.
Dubin and Olshtain state that the scope of a communicative 
syllabus comprises three major components; namely, language 
content, conceptual meaning, and i11ocutionary force of an 
utterance. Language content includes structures, situations, and 
themes or topics as well as concepts and functions. Conceptual 
meaning includes notions or semantico-grammatica 1 categories.
The last component, i11ocutionary force of an utterance, 
determines whether the particular utterance functions in a 
certain context such as request, an apology, and an invitation-
The rising need of English for specific purposes has English 
course designers focus attention on the students' communicative 
needs as the initial step in course design. Hutchinson and Water 
(1907) state that ESP has grown a lot as needs to learn English
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for Specific Purposes all over the word have expanded and new 
developments in the field of linguistics and educational 
psychology have taken place. Harvey (1984) states "the 
purpose of ESP is to increase and develop the linguistic 
potentialities of either tertiary students who need the language 
to acquire or update knowledge in their specialities or adults 
who need the language for job-related activities." In ESP 
programs, all decisions as to content and method are based on the 
learners' reasons for learning languages as learners' actual 
needs and interests constitute the basis of programs. Figure 11 
below illustrates the factors affecting ESP course design.
F igure 11: Factors Affecting ESP Course Design 
(Hutchinson and Waters, 1987)
Making consistent decisions when selecting syllabus types 
for the language programs will provide both the learners and 
teachers with valuable content and activities to carry out the 
programs.
39
2-4- Conclusions
To design language programs effectively, the following 
points mentioned in this section should be considered:
i- Learners' real language needs as well as the 
expectations of people affected by the program need to be 
determined.
2. General goals of the programs should be identified by 
way of consulting official documents and admin istrators.
3. Specific objectives and goals leading the learners 
toward expected language competence should be stated in 
conformity with needs and expectations.
4. Activities and content of course syllabus should be 
consistent with the learners' needs and objectives of the 
prog ram.
5. To assess the value of decisions taken at any level of 
the course design, formative and summative evaluations need to be 
carried out-
Of paramount importance, consistent decisions need to be 
taken when designing the syllabus of the programs. The syllabus 
should fit the reasons for learners' being in the program. A 
structural syllabus might satisfy the learners' getting ready to 
enter an exam where they are expected to be competent in 
linguistic knowledge and have a wide range of vocabulary; 
whereas, a functional syllabus might fit learners who intend to 
use the language when interacting with people in daily 
conversations. Course designers are to make use of skill-based 
syllabus in language programs where students need to acquire
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basic language skills. Since learners attending university 
English language programs in Turkey need specific skills so as to 
make use of in their professional studies, a skills-based 
syllabus might help the learners acquire basic skills determined 
as a result of needs analysis. However, it will not be ideal to 
utilize only one certain type of syllabus- A language program 
might start with teaching language forms together with language 
functions if the purpose is to have learners acquire both 
linguistic and communicative competence. At more advanced 
levels, the instruction might be entirely devoted to improving 
specific skills learners might need for specific purposes.
Provided that course designers consider the language needs 
as the basis of all other course components, the programs will 
function effectively and both learners and society will get the 
utmost benefit.
3. PRESENTATION AND ANALYSIS OF DATA 
3.1. Procedures Followed to Collect Data
To identify tlie basic English needs of learners attending 
the preparatory program organized for MA/MS/PhD students at 
Karadeniz Technical University, questionnaires were distributed 
to the present learners and teachers at the Education Center in 
Sürmene, and structured interviews were conducted with nine 
subject professors from various faculties of the University.
Copies of the two questionnaires and questions for the structured 
interviews are included in Appendices 1, 2, and 3.
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Since the learners attending the program continue their 
studies in their fields in various departments at the University 
after finishing the preparatory program, present learners were 
chosen for participating in the study. Nine subject professors 
were also chosen to participate in structured interviews in order 
to collect data to identify the expectations of the University 
from the program. Questionnaires were also distributed to the 
teachers in the program as they would provide valuable 
information about the language skills to be focused on, and the 
materials to be used in the program.
The questionnaire distributed to the students encompassed 
questions to determine the reasons why the students attend the 
program; the problems they have with the instruction; methods; 
and materials applied in the program and the skill areas they 
will be using in their future studies. The questionnaire 
distributed to the teachers aimed to identify skill areas they 
think the learners need most in their studies and their attitudes 
toward the present program being applied. The structured 
interviews conducted with subject professors consisted of 
questions designed to see the expectations of the subject 
professors from the program; and the skill areas to be improved 
to follow their courses given in English.
To distribute the questionnaires; written permission was 
obtained from the Head of the Foreign Languages Department. The 
questionnaire designed for the students attending the program was 
distributed to the students with the help of the coordinator and 
the teachers during class periods. As the questionnaire was
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designed in English, an explanation for each question was made in 
Turkish to alleviate any misunderstanding. The students were
free to give answers in Turkish for the open-ended questions if 
they failed to express their feelings in English. Of 74 students 
attending the program, 53 were present for the questionnaires 
distribution. Due to the difficulty of gathering all the 
students to distribute the questionnaire in a large room at the 
same time, the students filled out the questionnaires at 
different class periods in their own classes- Due to the reason 
that one of the teachers was out to attend a conference outside 
the city, distributing the questionnaires became easy and class 
periods of other teachers were not interrupted.
To collect data to learn the needs of the teachers, each 
teacher who was present at the Education Center was given a set 
of questionnaires to be returned the following day. The purpose 
of distributing the questionnaires in this way was to give the 
teacher time to think of responses witiiout taking time from their 
class duties.
Due to the fact that all the learners have to continue their 
studies in their fields of interest at various faculties at the 
level of masters and doctorate degrees, a similar version of the 
questionnaire distributed to the teachers was reformed and 
conducted with the subject professors in structured interviews- 
A sample of nine subject specialists from various faculties was 
chosen to identify what English language skills they would like 
their students to acquire in the program- The subject professors 
^ere visited in their own offices and their responses to the 
questions designed beforehand were recorded simu1taneous1y -
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In one of the faculties the professors expressed their own 
feelings and expectations after discussing among themselves.
3.2. Presentation of the Demographic Data
To collect data about the learners' identities, questions 
were included to see the levels in which they were attending the 
courses, the departments where they will attend MA, MS, PhD 
programs after finishing the preparatory program, the genders, 
and tfie mother tongue they speak- According to the data gathered 
after analyzing the options, all of the students were at the 
intermediate level and spoke Turkish as their mother tongue. Of 
53 respondents, 43 were male and iO were female.
Table i on the following page shows the number and the 
percentage of the learners and the departments to which they will 
return to continue their future studies. The departments in the 
table are organized according to the numbers of students enrolled 
in them.
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Table i: Number of Students in the Departments for MA/NS/PhD
Programs at Karadeniz Technical University
Departmen t Number of Students Percen tage
Economics 8 15.09
Mechanical Engineering 6 11.32
Electric and Electronics 
Eng ineering
6 11.32
Forestry Engineering/ 
Forestry Industrial 
Engineering
6 11.32
Bio 1ogy 4 7.54
Civi1 Engineering 4 7.54
Survey Engineering 4 7.54
Chemistry 4 7.54
Physics 3 5.56
Admin is tration/Managemen t 3 5.56
Marine Sciences 2 3.77
Archi tec ture 1 1.88
Geology Engineering 1 1.88
Guiding-Counseling and 
Psyc ho 1og ica1 Education 1 1.88
14 Different Departments 53 Respondents
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3.3. Responses of the Students
Besides the questions to collect demographic information, 12 
questions were included in the questionnaire to identify the 
foil owing points;
1 1
111
IV .
VI
The purpose for learning English
Sources of difficulties in learning English
Material selection and their suitability to learners'
needs
Vocabulary range
Strategies students would like their teachers to use in 
lessons
Areas in which learners would utilize various language 
skills
When the responses the learners gave to the question 
concerning purpose for studv^ing English were analyzed, 40.56 
percent of the respondents was seen to attend the program to
acquire a good command of Eng lish to read reports
as can be seen from Table 2. The items in Tab 1 e
order in terms of their impor tance to the 1 earner
average percen tages.
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Table 2: Purposes for Studying English
Rank Percen tage Purpose
i 40.56 For reading reports and papers
2 28-84 For future studies-
3 16.34 For writing reports and papers
4 7.68 For attending courses in English
5 6.72 For corresponding with foreigners
Da ta for the question w i c h was designed to find out whether
the course books foster the learners academic English or not 
indicated 90.38 percent of the respondents chose the alternate
"No,” whereas 9.61 percent marked the "Yes" choice.
i
The analyses of the responses to the questions purporting to 
determine the areas where the learners would utilize English 
language skills in their future studies presented the following 
findings:
The learners needed language skills to be able to:
(a) read articles, newspapers, journals and reports 
in technical English-
(b) take notes in lectures given in their own fields of 
interest and understand daily conversations-
(c) write reports and research papers and 
take notes in lectures and talks.
(d) speak fluently with correct pronunciation and give 
talks in technical Englisfi.
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Data for the questions concerning the learners' vocabulary 
knowledge indicated that 94 percent of the respondents lacked a 
sufficient vocabulary range to understand technical English; 
whereas, 56 percent of them had enough vocabulary to understand 
general English. Though a great majority of the respondents 
lacked a sufficient vocabulary range to understand scientific 
selections, 03 percent of the respondents preferred technical 
reading selections, and only 16.90 percent preferred general 
English selections-
The major strategies the learners wanted the teachers to use 
were as follows:
(a) use only English in the lessons.
(b) use Turkish to explain difficult reading selections.
(c) explain new English words in Turkish.
The learners expressed that they failed to convey their 
ideas in compositions and encountered difficulties in choosing 
appropriate words while writing sentences.
Data for the question concerning the areas where the 
learners would be using English after they finished the program 
indicated the findings as can be seen in Figure 3 on the 
fo11 owing page -
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Table 3: Areas Where English Language Skills Would be Utilized
for Further Studies
Rank Percen tage Skill-Areas
1 40.56 Translating materials
2 22-64 Writing papers
and research projects
3 17.92 Attending lectures
4 11.32 Reading journals, magazines, 
papers and research projects
5 9.43 Speaking and listening in 
face-to-face interaction
A great majority of language skills the respondents needed 
were closely related to academic English language skills. As 
can be seen in Table 1 which illustrates the University 
departments the learners will return to, 52 of 53 respondents 
were from the graduate school of hard-sciences; whereas, only one 
of them was from the graduate-schoo1 of socia1-sciences- The 
data indicated that the learners attended the preparatory program 
to acquire English language skills to be able to utilize them in 
their future studies as they were all aware of the fact that they 
would continue their studies in academic settings after the 
program was over.
In the preparatory program the focus needs to be on improving 
learners' academic English language skills so that they can read 
texts and literature in their professions, write papers and 
answer essay questions, give talks and become able to listen to
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lectures in their studies. All the course materials need to be 
chosen to foster learners' academic English language skills- 
After the reasons for learners' being in the program are 
identified and the problem areas causing difficulties to acquire 
the skills are determined, syllabus type, materials, and 
activities to foster the learners' academic English language 
skills in line with course goals and objectives are to be 
se1ec ted.
3.^. Responses of the Teachers
The questionnaire distributed to the teachers in the program 
encompassed questions to find out what speaking, writing, 
reading, and listening skills they thought the learners attending 
the program needed most, whether the materials they chose aimed 
at fostering academic English language skills, and the changes 
they would make with the present curriculum.
Data for the questions concerning identification of four 
main language skills indicated that reading skills were needed 
most in the program followed by listening, writing, and speaking 
skills successively. The data for the questions that purported 
to find out which language sub-skills were essential for the 
learners in the program indicated that the ability to read 
textbooks, journals, reports, and papers were of great importance 
in the program. Understanding spoken English and oral 
presentations given in technical English were considered to be 
the most important skills after reading skills. As for writing 
skills, writing papers in the learners, own field of interest was 
of vital importance. The students attending the program were to
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to be trained to be able to ask and respond to questions, and 
have conversations with people in the target language.
The teachers stated that the students had no difficulty in 
following the lessons, and the course materials they selected for 
the program did not foster the learners' academic English 
language skills-
Table 4 below shows the order of language skills the 
teachers thought the learners would be utilizing in their future 
s tud ies-
Table 4: Essential English Language Skills for Students
Rank Percentage Ski 1 Is
1 50 Reading journals, magazines, papers, 
and reports
2 40 Translating materials
3 10 Writing reports, papers, and research 
projec ts
The data for the question concerning the identification of 
whether the teachers would make any changes in the present 
curriculum indicated that while 60 percent of the teachers 
suggested the course texts be changed, 20 percent proposed the 
whole curriculum needed to be changed, whereas 20 percent thought 
the present curriculum was satisfactory.
The data findings indicated that the ideas of teachers 
diverged about the purpose of the program. The reason the 
teachers thought of various skills the students needed in the
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program might be due to the lack of a needs analysis survey.
The only point on which they all agreed was the course books in 
the program did not aim at having learners acquire academic 
English language skills; therefore, changes were to be made with 
the existing textbooks.
Differing opinions of teachers about what should be thought 
might be diminished by conducting needs analysis when the 
course is redesigned. The effectiveness of the program will be 
increased when the teachers become conversant with the goals and 
objectives of the program based on needs of the students.
To be able to implement programs effectively, course 
designers need to make the teachers aware of needs, expectations, 
goals, and objectives of the program so that teachers can select 
appropriate course materials in line with purposes for learners 
being in the program-
3.5. Responses of the Subject Professors
The data to be presented in this part are related to tlie 
responses the subject professors lecturing at various departments 
at Karadeniz Technical University gave to the questions in 
structured interviews. Nine subject professors from six 
different faculties took part in struetured-interviews and were 
asked six questions in order to collect data so that their 
expectations can be considered when outlining a new curriculum 
f ramework·
According to the subject professors, reading and translation 
were the two most important skills on which most emphasis was to 
be given in the program. Among the reading skills, the subject
professors felt that focus should be on improving the ability to 
read textbooks and journals, reports, and papers. Ability to 
understand oral presentations given in technical English 
constituted the first place followed by the ability to understand 
spoken English-
The data for the questions concerning the identification of 
speaking and writing language skills learners would need to 
attend MA/MS/PhD programs indicated that the students needed the 
abi1i ty:
(a) to write papers in the learners' own field of interest
(b) to ask and answer questions and participate in class 
discussions.
Table 5 shows the kind of English language skills to be 
utilized by the students in their further studies:
Table 5: English Language 
Studies
Skills to be Utilized for Fu ture
Rank Percen tage Skil Is
1 37.5 Translate materia1s
2 31-25 Read journals, magazines 
papers, and reports
3 22.22 Write papers, reports, 
and research projects
4 12.5 Attend lectures and take notes
The fact that the subject professors who took part in 
structured interviews were teaching courses in either masters or
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doctorate programs provided valuable information to see what this 
particular group expected from the Preparatory Program. The 
subject professors all agreed that the emphasis at the 
Preparatory Program should be on having thie learners acquire 
basic skills in writing and reading in their fields of interest, 
and in asking and responding to questions in the lectures.
When designing English language courses for academic 
settings, course designers should administer questionnaires and 
interviews a sample of subject professors in universities to 
satisfy society's needs.
The findings from the questionnaires and structured 
interviews indicated that the teachers, students, and subject 
professors all thought that the learners were attending the 
program to acquire basic academic English language skills in 
order to use them in new situations when attending MA/MS/PhD 
programs. However, the existing program was inconsistent with 
the reasons of students' being in the program as the instruction 
was based on fostering the general English knowledge of the 
learners. This inconsistency might be avoided by choosing the 
content and activities in line with learners determined needs and 
by emphasizing the development of academic language skills.
4. A PROPOSED COURSE DESIGN MODEL FOR THE PREPARATORY 
PROGRAM AT KARADENİZ TECHNICAL UNIVERSITY
To implement the preparatory program at Karadeniz Technical 
University effectively, a course design model of which each 
component is based upon iden t i f ica t ion of needs is prof)osed in 
this part. As can be seen in Figure 12, the model starts with 
the statement of general goals.
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Figure 12: Needs-Based Course Design Model
« ■
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To identify the reasons the University needs to organize the 
preparatory program will help determine the overall goals- To 
gather information at the goal development phase in order to find 
out the purposes for organizing the preparatory program, course 
designers need to consult official documents and administrators 
at the University- The major component of the model constitutes 
a needs analysis process which seeks to determine language needs 
by conducting interviews and distributing questionnaires to a 
number of students and teachers at the preparatory program, and 
instructors or subject specialists in various departments of the 
University. Identification of the needs entails statement of 
specific objectives and goals- Determining the purposes for 
learners' being in the program will help course designers state 
the specific goals and objectives in line with determined needs 
and expectations- Friederich (1977) quotes from Johnson, "the 
specific objectives and goals should comprise general statements 
describing qualities of the educated or trained individual, which 
he is expected to develop and possess as a result of 
instruetion -" The specific objectives to be stated in the 
program should purport to have the learners acquire academic 
English language skills- Designing the syllabus comprising 
selection of content and activities follows statements of 
specific goals and objectives. The following two ways are 
suggested for course content and learning activities selection in 
the program:
(a) Individual Decision: Teachers individually choose the
content and the activities in terms of their subjects they will
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teach.
(b) Committee Decision: Course designers, teachers, and a
group of students convene to decide on the content and activities 
for each subject. The input of teachers and students will 
provide high motivation for carrying out the instruction, and 
their contribution will increase the effectiveness of the 
program. Designing the syllabus in accordance with needs by 
forming a committee will inhibit any possible dissatisfaction 
which is likely to emerge throughout the program. When selecting 
activities for the beginner level instruction, the priority needs 
to be given on communicative activities such as problem solving, 
role-playing, and information processing so as to have learners 
acquire communicative competence. At more advanced levels, the 
focus in activities should be on improving learners' specific 
language skills. When selecting the activities, learners' 
individual characteristics need to be considered, for the 
language learning in the model reflects the humanistic theory.
The evaluation phase in the model aims at finding out 
whether the learners have benefited from the program and whether 
decisions which have been taken at the previous phases are 
consistent with the reasons of organizing the program. In case 
evaluations might indicate that the learners and teachers are not 
satisfied with the program, course designers need to refer to the 
goals and objectives to see whether they have been stated in 
terms of the data collected to determine the needs of the 
learners at the beginning of the program. On-going and summative 
evaluations will help course designers see how effectively the 
program functions and how much the learners reach the aims the
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program purports to achieve. The suggested course design model 
will contribute to the development of the program as it will 
provide guidelines for course designers so that consistent 
decisions can be made to increase the effectiveness of the 
program.
Dividing the instruction in terms of learners' language 
levels and fields of interest will provide ease in focusing 
attention on specific language studies. The instruction needs to 
be carried out in three different levels. Each level is closely 
re1 a ted to eac h other and considered to be a step going toward 
achieving desired competence of the language- The suggested 
levels are beginner, intermediate, and advanced. Figure 13 shows 
the components of the instruction at the beginner level.
Figure 13: Beginner Level Instruction Framework
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As can be seen in Figure 13, the focus will be on various studies 
through which the learners will acquire communicative competence 
and improve their specific language skills through reading, 
speaking, listening, and writing courses- The reason the 
instruction includes grammatical, notional, and functional 
studies is that a threshold level is required in order for the 
learners to undergo more complex tasks at the intermediate and 
advanced levels. The purpose of involving learners in 
communicative activities is leading them in the class and 
increasing the interest to learn the language- By acquiring 
communicative competence and specific language skills, the 
learners can handle more complex tasks when they go through 
intermediate and advanced level instruction-
□nce the learners acquire basic English knowledge by taking 
initial courses fostering their general English skills, the class 
instruction at the intermediate level might be entirely devoted 
to fostering learners' academic English language skills. In 
Figures 14 and 15 on the following pages, the specific skills on 
which the emphasis at the intermediate level should be given are 
shown:
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Figure 14: Intermediate Level Instruetion-Intake Language Skills
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Figure 15: Intermediate Level Instruction-Output Language Skills
As can be seen in Figures 14 and 15, the instruction is 
entirely devoted to the development of academic English language 
study skills- Using the study skills, learners will be able to 
learn new subjects when they encounter their masters and doctoral 
studies. At this level, selection of course content from the 
learners' own fields of interest would be ideal, but what 
learners need at this phase is to acquire basic language skills 
as shown in Figures 14 and 15 in order to utilize them in the 
MA/MS/PhD studies. When learners become competent in language 
study skills, advanced level classes where the learners would 
entirely take courses relating to the specific contents in 
specific areas can be opened. Therefore, a communicative 
syllabus for the beginner level, a skills-based syllabus for the
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intermediate level, and a content-based syllabus for the advanced 
level students need to be designed.
The learners should acquire certain skills as a result of 
instruction at the beginner level. Littlewood (1981) considers 
these skills as the components of communicative competence:
a) The learner must attain as high a degree 
as possible of linguistic competence.
That is, he must develop skills in 
manipulating the linguistic system, 
to the point where he can use it spontaneously 
and flexibly in order to express his 
intended meaning.
(b) The learners must distinguish between the 
forms mastered as part of his linguistic 
competence, and the communicative functions that 
they perform.
(c) The learners must develop skills and 
strategies for using language to communicate 
meanings as effectively as possible in concrete 
situations.
(d) The learners must become aware of the 
social meanings of language forms.
As the intermediate level instruction should be based on 
developing the learners' academic English language skills. By 
the end of the course the learners will be able to:
(a) comprehend read ing texts with ease thirough sk:Lmming
skills.
(b) extract specific information through scann ing skills.
<c) infer writer 's idea through critical read ing.
(cl) get main points and take notes when following the
lectures •
(e) write professional letters, abstracts , and reports andanswer essay quBSt ions in examinations .
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(f) ask and give responses to questions in lectures; 
hence, contribute to class discussions.
Once the learners acquire basic English knowledge at the 
beginner level, and improve their specific language skills shown 
in Figures 13 and 14 at the intermediate level, the learners can 
take courses at the advanced level. The focus of advanced level 
instruction would be on having the learners study specific 
content in their fields of interest. The content of the syllabus 
will be chosen from the learners' professional areas. Through 
advanced level instruction, the learners would learn the basic 
vocabulary they will encounter in their masters and doctoral 
studies. This level might also be considered as the application 
phase of what has been learnt at previous phases as the learners 
will have to use all language skills they have acquired when 
studying the content.
The preparatory program will satisfy the needs and 
expectations provided that the instruction is based upon the 
development of academic English language skills as well as the 
improvement of communicative competence.
The suggested course design model will increase the 
effectiveness of the preparatory program as each step will 
provide guidelines for course designers, teachers, and students 
to lead the program to the expected level of instruction.
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CONCLUSION
The idea of outlining a communicative curriculum framework 
in line with learners' needs and the society's expectations has 
been the major concern of this study. The fact that learners and 
teachers complain about the inconsistency between language needs 
and goals of the programs entails identifying the real language 
and basing the programs on predetermined needs. Since the main 
purpose of organizing language programs is to lead the learners 
to the desired, ideal level of language competence, analyses need 
to be implemented to find out what language skills the students 
at the preparatory program at Karadeniz Technical University 
need. By way of administering questionnaires and interviews this 
study has purported to clarify the language needs and 
expectations so that an effective language program can be 
organized at the preparatory program. The data findings 
indicated that the emphasis in the program should continue 
developing academic language skills.
To satisfy the needs, a course-design model consisting of
\identifying general goals, carrying out a needs analysis process, 
stating specific goals and objectives based on identified needs, 
selecting activities and content in line with learners individual 
characteristics and evaluating the students and the program 
itself has been suggested. The purpose of designing the 
framework has been to provide the learners and teachers with a 
guideline so that the program could be carried out effectively.
The title "a communicative curriculum" has been preferred for the 
topic of the study because a communicative curriculum considers
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needs as the initial and most important phase on which all other 
components are based· The followings list shows the traits of a 
communicative curriculum that the sources in the review of 
literature revealed. A communicative curriculum:
(a) specifies the language and skills the students need to 
acquire
(b) bases the activities on the consideration of learners' 
individual charac teristics
(c) reflects target situations, learning situations, and 
expectations arising in the program
(d) establishes general principles of second language 
education
(e) determines financial resources and identifies social 
and political influences on the program
(f) determines specific objectives
(g) compiles inventories of items to be taught, plans time 
tables, establishes basic principles of selection and 
grad ing
(h) selects the materials and activities fitting the needs
(1) establishes procedures so that validity of decisions
taken at any of the previous levels can be assessed
One of the major components of the course design model is 
the statement of general goals which are considered to be guiding 
policies helping realize the reasons for organizing the programs. 
Specific goals and objectives constituting other two components 
of the model comprise general statements describing qualities of
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learners, which they are expected to develop and possess as a 
result of instruction. Specific goals and objectives of the 
program should be based upon a consistent philosophy of 
education and identified needs, should focus on learners outcomes 
,and should be appropriate for the level of learners. A careful 
selection of content and activities which make up the syllabus of 
the program will help reach the stated objectives. Syllabi of 
the programs provide frameworks within which the actual process 
of learning must take place. A syllabus (a) is a document 
translating our understanding of how language is learned, (b) is 
a public statement of work of an educational unit, (c) defines 
what the ends of education ought to be.
A communicative syllabus design has been suggested for the 
beginning level of instruction at the preparatory program.
Through a communicative syllabus, the learners will be able to 
acquire both linguistic competence and communicative competence. 
The purpose of having beginner level students take courses in 
general English is the learners need to acquire basic language 
knowledge in order that they can handle more advanced courses at 
the intermediate level.
At the intermediate level, a skills-based syllabus through 
which learners' academic English skills would be improved has 
been suggested. The data for the questionnaires and interviews 
indicated that the learners at the preparatory program needed 
language skills to be able to utilize in their future studies; 
thus, a skills-based syllabus focusing on the improvement of
I
speaking, listening, reading, and writing, academic English 
language skills has been outlined for the intermediate level
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instruction- At the intermediate level, the instruction would 
target improving learners' academic reading, writing, listening, 
and speaking skills so that they could comprehend reading 
passages with ease, extract specific information, understand the 
gist of a reading text, infer writers' ideas, take notes during 
lectures, understand talks, write abstracts, reports and 
articles, ask and respond to questions during lectures, and 
participate in class discussions- The aim of the intermediate 
level instruction is not to teach content in scientific fields 
but to have the students gain skills so that they can understand 
the content they will study after returning to the masters and 
doctoral programs; however, a con tent-based syllabus might be 
applied to advanced level students who have acquired linguistic 
competence and improved their academic English language skills-
To see the efficiency, effectiveness, and acceptabi1ity of 
programs, on-going and summative evaluations need to be carried 
out- Evaluations will help determine how consistent the decisions 
have been during the syllabus planning, materials design, 
classroom activity, and testing means. When one of the course 
design components fails to function effectively, new analyses 
should be implemented to remedy the limitations.
This study has implied that complaints about the 
ineffectiveness of language programs will be diminished through 
course design models of which each component is based upon needs 
and expectations of all people connected with the program.
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APPENDICES
Appendix 1. Questionnaire for the Students 
Dear Students:
Spring 1989
The purpose of this questionnaire is to identify the basic needs 
of students attending the Preparatory Program designed for MA and 
PhD students at Karadeniz Technical University.
This questionnaire will help me learn valuable information about 
your program. I will use your answers as data for my major 
project leading toward my masters degree in Teaching English 
as a Foreign Language.
Please choose alternatives*that suit you best.
nİ/· NİT^  ^  ^  ^  ^  ^  ^  ^  -T^ «T^ ^  ' 'T * ^  ' T ·  - T ·  -T^  *T^ - T ·  - x *  *T^ ^  «T^ ^  ^  ^  ^  ^  *T^ - T *  * T ·  -T ·  * T *
PART 1
1. Name (last name first): _________________________________
2. Department: _____________ _^________
3. English language level:
( ) a. Beginner ( ) b. Intermediate ( ) c. Advanced
4. Sex : ( ) female ( ) male
5. Mother tongue: ( ) a. Turkish ( ) b. other
;»c 5|o|<: *  * *  X c i c  :(c 5|c H o t *  Hot: :t: :1c )»c)(o(: jK  3 k  *  :f: ) K  :>|c)|o(c * * * * * * * *  *
PART 2
6. Put the following in the order of importance to you by marking 
them 5 (high importance) to 1 (low importance).
Why are you learning English?
) a. To utilize English in my further studies.
) b. To be able to correspond with foreigners in other 
countries.
( ) c.To attend courses in English.
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) d. To acquire a good command of English to read reports 
and papers in my field of interest.
) e. To acquire a good command of English to write 
reports and papers in my field of interest.
7. If you have difficulty in understanding lessons in English, 
what do you think the reasons might be?
( ) a. the course materials
( ) b. the instructor
( ) c. inappropriate class time
( ) d. you do not study enough
( ) e. all the above
( ) f. other, please explain
8. Do you think the materials you study suit your reasons for 
being in the program?
( ) Yes ( ) No
9. Which reading skills do you think will be important for
your future success? You may choose more than one item.
( ) a. Reading for pleasure
( ) b. Reading articles, newspapers, journals, reports in
technical English.
( ) c. Reading charts, graphs, tables.
( ) d. Other kinds of reading.
Please explain.
10. Is your vocabulary enough to understand:
a: General English ( ) Yes ( ) No
b: Technical English ( ) Yes ( ) No
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11. If given opportunity to select readings, which one 
would you prefer?
( ) a. General English selections.
(. ) b. Technical reading selections about your own area
12. Which of the following teaching strategies do you like 
your teachers to use?
( ) a. Use Turkish to explain difficult reading
selections.
( ) b. Explain new words in Turkish.
( ) c. Use only English in the lesson.
( ) d. Other, please explain.
13. Put the following listening skills in the order of
importance to you by marking the items from 4 (high) 
to 1 (low).
( ) a. taking notes in lectures given in my field of
interest.
( ) b. understanding daily conversation.
( ) c. understanding radio or TV programs.
( ) d. following oral instructions.
14. Put the following writing skills in the order of importance 
to you by marking 4 (high importance) to 1 (low importance).
I need writing courses to be able to:
( ) a. write reports and research papers in my further
studies.
( ) b. answer essay questions in examinations.
( ) c. write abstracts.
( ) d. take notes in lectures and talks.
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15. Which of the following writing skills do you have problems 
with?
( ) a. writing simple sentences.
( ) b. combining sentences to form paragraphs.
( ) c. choosing appropriate words for sentences.
( ) d. conveying my ideas in compositions.
16. Which of the following items do you think are important for 
you?
( ) a. to be able to take part in class discussions.
( ) b. to be able to ask and respond to questions.
( ) c. to be able to speak fluently with correct
pronunciation.
( ) d . to be able to give talks in technical English.
17. Fcr the following question put the following in the order of 
importance to you by marking 5 (high importance) to
1 (low importance).
After you finish the program, where will you be using 
English?
( ) a. when attending lectures.
( ) b. in reading journals, magazines, papers, reports.
( ) c. when speaking and listening in face-to-face
interaction.
( ) d . in writing papers, and research projects.
( ) e. in translating materials in your own field.
Thank you for your assistance and interest 
Recep Şahin Arslan 
Bilkent University
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Appendix 2. Questionnaire for the Teachers
Dear Colleague:
Spring 1709
The aim of the questionnaire is to collect data to identify the 
English needs of MA/PhD students at Karadeniz Technical 
Universi ty-
Your answers will be of great help for me to design a 
communicative curriculum for the program.
Please, answer all the questions completely- Your answers which 
are anonymous will not be used for any other purpose-
 ^  ^^ ^ ^k ^k ^k  ^^  ^W ^k ^k  ^^ ^ ^ ^ ^ ^ ^  ^ ^ ^ ^ ^  ^  ^^ ^ ^ ^ ^  ^ ^ ^k ^ W  ^^ ^ ^  ^k ^ ^ ^ ^ ^ ^ ^ ^ ^ ^ ^ ^]K ^p ^p ^p ^p ^P ^P ^P ^P ^P ^P ^P ^P ^P ^P ^p ^P ^p ^p ^p ^p ^p ^p ^p ^p ^p rp ^p ^p ^p ^p ^p ^p ^p ^p ^p ^p ^p ^p ^p ^p ^p ^p ^p ^p ^p ^p ^p ^p ^p ^p ^p ^p ^p
Subject you teach _______________
1- Which language skills do you think your students need most in 
your courses?
( ) a- Reading ( ) b- Speaking ( ) c. Writing
( ) d. Listening ( ) e. Translation
2. Which reading skills do you think are important for your
students?
Ability to:
( ) a- read journals, reports, papers-
( ) b- read graphs, charts, tables.
( ) c- read textbooks-
( ) d- please, specify others
3. Which listening skills do you think are important for your 
students?
Ability to:
( ) a. understand spoken English.
( ) b- take notes in lectures.
( ) c- understand normal conversation -
( ) d. understand oral presentation given in technical Eng 1ish.
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4. Which Writing skills are essential for your students?
( ) a . to take notes.
( ) b. to write papers in their own fields.
( ) c . to write letters-
( ) d. please, specify others
5. Which speaking skills do your students need most?
( ) a- participating in class discussions.
( ) b. asking and answering questions.
( ) c. presenting oral reports.
( ) d. having conversations with people.
6. Do you think your students have difficulty in understanding the 
1esson?
( ) Yes ( ) No
7. If your answer is Yes, in which situation?
( ) a. when I speak too fast.
( ) b. when the subject is unfamiliar with them.
( ) c- when the structure used in the lesson is too
difficu1t.
( ) d. other, please specify.
0. Do the materials you select for your lessons aim at fostering 
your students' academic English language skills?
( ) a. Yes ( ) b. No
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9. Put the following in the order of importance to you by 
marking 4 (high importance) to i (low importance).
Which English language skills do you think your students 
will be utilizing most in their studies?
( ) a. reading journals, magazines, papers, reports in their
field of interest-
( ) b- attending lectures, and taking notes-
( ) c. writing reports, papers, and research projects-
( ) d. translating materials written in their field of
interest-
10. What would be the first change you would make in the old 
curricu1urn?
Thank you very much for your assistance- 
Recep Bahin Arslan 
Bilkent University 
MA / TEFL
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Appendix 3. Structured—Interview Framework For the Subject 
Professors
1. Which language skills do you think your students need most in 
your courses?
( ) a. Reading ( ) b. Speaking ( ) c- Writing
( ) d- Listening ( ) e. Translation
2. Which reading skills do you think are important for your 
s tuden ts?
Ability to:
( ) a. read journals, reports, papers.
( ) b. read graphs, charts, tables.
( ) c. read textbooks.
( ) d. please, specify others
3. Which listening skills do you think are important for your 
studen ts?
Ability to:
( ) a. understand spoken English.
( ) b. take notes in lectures.
( ) c- understand normal conversation.
( ) d. understand oral presentation given in technical
Eng 1ish.
4. Which writing skills are essential for your students?
( ) a . to take notes.
( ) b. to write papers in their own fields.
( ) c . to write letters.
( ) d- please, specify others
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5- Which speaking skills do your students need most?
( ) a. participating in class discussions.
( ) b. asking and answering questions.
( ) c. presenting oral reports.
( ) d. having conversations with people.
6. Put the following in the order of importance to you by 
marking 4 (high importance) to 1 (low importance).
Which English language skills do you think your students 
will be utilizing most in their studies?
( ) a. reading journals, magazines, papers, reports in their
field of interest.
( ) b. attending lectures, and taking notes.
( ) c. writing reports, papers, and research projects.
( ) d. translating materials written in their field of
in terest.
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RESUME
I was born in Denizli in 1962. After finishing Denizli 
Imam Hatip Lisesi, I attended the foreign languages department of 
Education Faculty at Selçuk University in Konya. After 
graduation in 1985, I was appointed to Şuhut Imam Hatip Lisesi as 
an English teacher. After working one year in Şuhut, I entered 
the exam held by Karadeniz Technical University to select 
prospective English lecturers. I have been working in the 
foreign languages department of Karadeniz Technical University 
since 1987.
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